Abstract. School texts on geography are an important but neglected repository of geographical knowledge and representations within the historiography of geography. During the period 1830-1918 geography school texts were influenced by European exploration, church sponsors of education, the mediation of religious and scientific explanation of the natural world, popular images of empire, and state education codes, grants, and inspections. These factors combined in differing degrees over the period studied to reflect hegemonic views of gender, race, and class. The comparative method, popularised as a means of transmitting geographical knowledge in this period, frequently resulted in methodological Eurocentrism, or specifically Anglo-ccntrism, and memory exercises instilled necessarily simplistic messages about geographical and political relations. Pupil-centred approaches, such as the use of adventure stories and family life as ciphers for geographical understanding, often served to masculinise the content of texts. State legislation for grant-related examinations served to homogenise the content of texts.
Introduction
Geography school texts in the 19th century and early 20th century form an important component in the geographical discourse of the period, linking the work of academics, learned societies, travellers, educationalists, and publishers with the geographical imaginations of children at home and in schools. They are not only a fascinating repository of contemporary geographical knowledge, but also of approaches to teaching, textual and cultural practices, and as such, frequently incorporate values and norms current at the time of writing. Therefore these texts are a part not only of the geographical and educational arena but also of the wider political and social discourses of the time, either reflecting prevailing or emerging establishment values and ideals, which could be described as hegemonic, or alternative or oppositional/counterhegemonic discourses. My own interest in school geography, and texts in particular, as part of the historiography of geography stems in part from having taught geography in schools at a time when the current UK National Curriculum was being defined and implemented, with attendant debates on content, ideology, and subsequent impact on the shape of school texts.
The general absence of discussion of school texts in the historiography of geography is a specific aspect of the broader neglect of the study of educational geography as a significant part of the production, dissemination, and reception of geographical knowledge. This omission is serious, as school texts were an important outlet for the dissemination of geographical ideas. Authors of geographical texts included fellows of the geographical societies, the emerging professional geographers of the new university departments in the early 20th century (especially prior to the first degree courses in 1917), as well as nonspecialist educational writers including authors of church society readers. More generally, school texts played an increasingly important role in the provision of popular education in this period, a project initiated by the churches which was increasingly influenced and appropriated by the state throughout the 19th century.
I make a selective study of texts from between 1830-1918, illustrating the (unchanging nature of geographical subject matter and approaches to teaching that content.
The period was chosen as the basis of a wider piece of research (Maddrell, 1994) because it encompassed the broad period in which the institutionalisation and professionalisation of geography took place in Britain, as well as the formalisation of both Empire abroad and popular education at home. Texts were selected to represent a range of books used in schools throughout the period studied. These were taken largely from the Bodleian Library (including sets of books, original imprints, and subsequent editions, from popular and less well-known authors), and the early 20th-century collection of school texts at the School of Geography, University of Oxford. However, it must be said that, although comprehensive, these collections were far from exhaustive and this chronological sample was supplemented by texts from other sources where I felt them to be of particular interest (National Society archives, for example). Where known, reference is made to the number of texts published, but this information is frequently unavailable because publishing houses have closed, merged, or have discarded archive material.
(1) Where possible other indicators of usage are referred to, such as inclusion on government recommended lists and numbers of editions of texts. Case studies are drawn largely from Britain, as the mainstay of comparative analysis, and Africa, where European exploration was central to the popular construction of geography, particularly in the late 19th century. These case studies are indicative of the relationship between more detailed geographical knowledge, perception of place and peoples, and state policy, within the context of prevailing discourses, especially that of Empire.
Debates within contextual history and literary theory with regard to the relationship between texts and contexts; knowledge and power; authorial intention and alternative readings; reflection and creation; make such a study complex and in many ways problematic, but nevertheless rewarding. That ideologies are more a set of lived meanings, practices, and social relations than a set of uncontested coherent beliefs, undermines any simplistic functionalist interpretation of texts (Apple, 1982 ). Foucault's discussion of power and knowledge has been central to much of the current debate on the significance of texts, resulting in an increased awareness of the reciprocal nature of the two: power produces knowledge and knowledge presupposes and constitutes the relations of power in a transformative process [what Said (1978, page 32) describes as the "increasingly profitable dialectic of information and control"]. Texts are not mere reflectors of the material world but are increasingly recognised as relations of power in themselves (for example, Driver, 1992; Goldberg, 1993; Matless, 1992; Mills, 1991; Pearce, 1991; Said, 1978; Spivak, 1988) ; but it is difficult to evaluate the impact of these texts and representations. Though Foucault's work questioned the notion of images as a vehicle for ideology against reality, this does not preclude ideology as a textual component, only that representation should not be seen as a distortion or subordination of underlying basic reality within a hierarchy of truth, but rather as a creative intervention or recombination (Matless, 1992) . Although it is possible to look in texts for ideological consistencies or for what is not said as strategies for illustrating meanings supplementary to the author's intention or hidden ideological interests at work, Foucault argues that the question (and therefore the strategy) is to consider "what it means for them [statements] to have appeared when and where they did ..." (1972, page 109) , what were the conditions for their particular emergence-what Flint [ , cited in Pearce (1991 ] describes as a text's location in the cultural complexity of the specific moment of its historical production. This involves not only the interrogation of a discourse, with its parameters and norms, but an awareness of the changes and mutations within and between discourses with each new contribution.
(1) For example, neither George Philip nor Blackie archives are held by their current parent companies and Methuen lost most of their pre-1945 records through bomb damage.
The pedagogical approach and related organisational structure of school geography texts used in working-class schools will be discussed with particular respect to race, gender, and place. The (sometimes conflicting) explicit and implicit ideological messages transmitted to pupils through the text are explored through consideration of the authors 1 perceptions of the nature and function of geographical knowledge; the pedagogic approach employed; and the content of the text, including illustrations, pupil exercises, and the organisational structure, Numerical comparisons are made where appropriate (for example, number of pictures, pages given to a subject, proportion of male and female examples) but I largely interrogate the texts as discourses, looking at the aims and partiality of authors, the ideology (dominant or otherwise) of the text, placed in the context of the changing material conditions of the production and use of the texts (see Pcarce, 1991) . Where possible, reference is also made to texts used in middle-class and upper-class schools, but these were largely free from government inspection and associated influence on the curriculum, making detailed study difficult.
Historical context 1830-1918 was the broad period in which the state became proactive in popular education, schooling for the working classes in Britain was transformed from an ad hoc system of voluntary provision, largely through religious societies, to a national system based on statutory rights and requirements. The Church of England founded the National Society (1811) and the nonconformist and dissenting churches founded the British Society (1814) for the elementary education of the poor. The first government grant for elementary education was given in 1833, with the power of state inspection and examination growing in proportion with grants in the middle of the century. Schooling became compulsory for the working classes in 1880 and free from 1892 onwards. Prior to the 20th century, working-class education was largely confined to elementary level, with the exception of pupil-teachers. Although access to secondary education improved in the early 20th century, ex-elementary school children with free places only represented 32% of the secondary school population in 1912 (Sutherland, 1990) .
These developments can be seen as part of the general expansion of the realm of government at this time (Thane, 1990 ), but they are also indicative of the specific value attached to the role of education in society. Crossparty wranglings over educational policy in the mid-19th century have largely been portrayed as the product of denominational differences, but these in turn were closely related to political difference. The relationship between the growth of government provision for popular education with the extension of the franchise--and the accompanying unrest surrounding the suffrage campaign-is apparent (Goldstrom, 1977) . The turn of the century saw the professionalisation of teaching beyond middle-class schools, with increased opportunities for part-time and full-time teacher training accompanied by a burgeoning international market of pedagogical literature, but the profession created was one that was largely feminised and devalued (Apple, 1986; Hobsbawm, 1987) . Whilst middle-class values of gender roles were inscribed in both curriculum and society as a whole in the second half of the 19th century and reinforced by calls for 'national efficiency' after the Boer War, the turn of the century also saw a consolidation of feminist groups, which, although small, gathered momentum in the women's suffrage movement.
The Royal Geographical Society was founded in 1830 and followed by other geographical societies in the 1880s and 1890s, with geography departments being founded at the turn of the century and degrees offered from 1917 onwards. Both geography and education as a whole in this period were increasingly to come under the influence of developments within the natural sciences. The epistemological drive to place phenomena under categories, central to the scientific method, played an important role in shaping pedagogical practices and geography texts during this period. It also underpinned the creation of Other: other classes, other races, and other genders. The cataloguing of peoples in early anthropology in the 19th century soon resulted in classification, classes were commonly based on a system of grading, which in turn implied hierarchy. Such methods were often uncritically adopted from natural to social sciences (Keller, 1984; Maddrell, 1997) . Definitions and perceptions of rational science had an impact on the construction of gender, rendering female as irrational Other, and this influence was paralleled in the representation of race in the 19th century. The definition of humanity in relation to rationality prefaced modernity's emphasis on rational capacity as a crucial differentiation of genders and racial groups; such differentiation, enabled by its normalisation through dominant discourses, predicated the legitimation of domination (Goldberg, 1993) .
Pedagogic practices and geography texts in the first half of the 19th century: progressive education? The 19th century saw the advent of modern-style geography class books replacing the classical texts used in 18th-century academies and schools. The first years of the new century saw the publication of Sir Richard Phillips's series under the pseudonym of Rev. J Goldsmith (suggesting the legitimating role of the church for popular education in general and geography in particular). Goldsmith's texts combined dull definitions with florid stereotypes (Vaughan, 1972) and his A Grammar of British Geography (1815) was reissued almost every year until its final edition in 1868 (Allford, 1964) , indicating the longevity of such gazetteer-type texts. Prior to 1830 the only elementary geography text was Sarah Trimmer's Geographical Companion (1802), which was more of a teacher's guide than class book. Where geography texts were used in public schools, they were commonly Samuel Butler's Ancient and Modern Geographies (1813) or gazetteer-type books to be memorised in conjunction with Scripture or the Classics. Butler's Ancient and Modern Geographies dominated public school geography until its final edition in 1872 (Allford, 1964) and was used by five of the eight 'great' public schools examined by the Clarendon Commission (1864). Though both Trimmer and Butler tended to focus on lists of information to be memorised in geography classes, the development of classification and comparison as a learning strategy can be seen in some of the earliest school geography books from the period studied. Woodbridge (1829) in his book Rudiments of Geography on a New Plan emphasised the intrinsic simplicity and beauty brought to modern science "by comparing facts of the same kind, by arranging them in classes and reducing them to general principles" (page vii, emphasis in original). This, he argued, was a distinct improvement in educational terms on the gazetteer approach commonly used in geography texts, not only in terms of making the subject more interesting but "to lead to those comparisons of known with unknown objects, without which numbers are of little value" (page viii), that is, to exercise reason as much as memory. Reason was wed to classification and comparison and the author went on to tie this rational approach to moral education, declaring his aim throughout:
"to lose no opportunity of cultivating the moral feelings as well as the intellectual powers of those who may study it, and to teach them how to value the privileges of a free, enlightened, and Christian country" (page ix). Woodbridge reinforced his comparative method by the use of maps and illustrations, including the sketch illustrating comparative heights of mountains (see figure 1) with its reference to the 'known' Cheviots, Ben Nevis, and the pyramids as a basis for scale, which was to become a common-type frontispiece of geography texts in the 19th century (for example, Milner, 1860; Zornlin, 1840). He also suggests a scheme of teaching cartographic understanding through a local-to-global approach, starting with a map of the schoolroom, playground, or parents' residence, progressing through the different scales to town, country, and continents: a scheme for introducing map skills that was later advocated by Hughes (1855) and to be adopted within the statutory elementary syllabus in the 1880s (and is still recommended in the current UK National Curriculum syllabus for geography). Comparative tables and maps were provided as a resource for the whole book, with the home country acting as locus for comparisons. Thus classification and comparison were at the heart of progressive teaching methods and efforts to make geography engaging and analytical.
An examination of Woodbridge's representation of Africa illustrates the influence of both his pedagogic and moral beliefs-as well as the relative lack of geographical knowledge of the continent. Information provided covers topographical and other aspects of physical geography, productions, and major cities. The text provides more general information and is designed to engage interest, as are the sometimes sensational engravings. In discussion of Africa, most detail is given on North Africa, where enlightenment is acknowledged to have existed in ancient times, but where people are now "among the lowest of the half-civilised nations" (page 118), compared with the rest of Africa where people are described as always having been savage or barbarous. The latter point is illustrated by generalised descriptions and specific incidents:
"Some nations of Africa are distinguished for native mildness and hospitality, but many are treacherous and cruel; and indolence is a universal characteristic ... The nations of Western Africa are chiefly pagans, and some of them are excessively cruel. In Dahomey there is an annual festival, on which a great number of victims are sacrificed, and their skulls are used to pave and adorn the palace of the king" (pages 124-125) (see figure 2, over). Though Woodbridge allows for some differences between peoples, the reader is left with an impression of the majority of Africans as lazy and gratuitously violent. The author's choice of the "Sacrifice of victims in Dahomey" (see figure 2 ) is particularly telling given his statement in the preface that "No language can impress ideas so deeply on the mind as information addressed to the eye" (page viii). The presence of European naval officers on a podium observing the spectacle of the sacrifice is not referred to in the text [in contrast to representations of Europeans intervening to free slaves in later texts, for example, Lyde (1908) ]. Three of the seven engravings of African scenes have implicit moral judgments of African people: as well as the sacrifice there is a sketch of a rich East African being carried by slaves and another of the "vain king of Darfur" receiving homage. The remaining four engravings depict the port of Algiers, the pyramids, the mountains of Abyssinia, and Hottentots in their village, the last being a positive image compared with later discussion of this group (for example, Anonymous, ci900). Some of the questions integrated into the text encourage further generalisations and a Eurocentric focus to knowledge of Africa. For example, "Where do most of the countries of Africa lie? What can you say generally of their climate, productions and people?"; "Where is the English colony of Sierra Leonne? What missionary station is near it?" (pages 125, 126). However, such knowledge is not a simple racialised discourse, as the Boers of South Africa are described as "generally indolent and ignorant; and many of them are almost as filthy and brutal as the natives" (page 132) [a stereotype perpetuated to the turn of the century, for example, in Blackie's Continental Reader (see below) until the Boer War caused some reevaluation]. In this way the 'natives' are taken as the reference point of negative attributes and the association of the Boers with them helps legitimate the British acquisition of territory from these other Europeans as well as from indigenous Africans. Just as conforming with European physical features was often used as a criterion for evaluating racial beauty and degree of civilisation [Somerville (1848) and Clyde (1871) both describe Caucasians as the most handsome and intellectual race], Woodbridge assesses the North African urban structure in terms of its similarity with European cities: Cairo and Fez are dismissed because their streets are too narrow, whereas Tripoli was considered aesthetically superior to most of the cities of Barbary because it has broad straight streets.
Links between Anglo-centrism and the comparative method can be clearly seen in The First Hook of Modem Geography (1839), where Stewart explicitly related all comparisons to Britain or some part of the British Isles. The comparison of other countries with his (sic) own, is thus perpetually forced upon the pupil's mind; "and he is enabled to estimate them with a degree of precision, which could by no other means be attained" (page Hi). Although Stewart is referring to quantitative data (in keeping with discussion of other areas the five to six pages on Africa, for example, refer only to its size, location of physical features, and key towns) it is information that will form the basis of value judgments. Just as apparently neutral gazetteer accounts of geographical regions reinforce the notion of order and classification (Marsdcn, 1990) , the comparison of relative heights of mountains and monuments (Ben Nevis and the Himalayas, St Pauls and the pyramids, for example) can imply that what is known by experience is not only the basis for literal comparison but is also the norm by which other things are evaluated. This use of Britain as a standard of measure was perpetuated in geography texts over the century, for example, Hughes (1859) and Anderson (1872), with reference both to physical features and to cultural phenomena.
Geography, religion, and changing intellectual boundaries During the middle decades of the 19th century physical geography was increasingly treated as a natural science, particularly after the English translation of von Humboldt's Cosmos (1847). However, this did not preclude teleological explanation in physical geography as can be seen in Somerville's work for example. Mary Somerville's Physical Geography (1848), although too expensive for most voluntary elementary schools, even those receiving state aid, was widely read by the middle classes. Perhaps encouraged by Somerville's publication, the following year Geography, by a Lady. For the Use of Children (Anonymous, 1849) appeared. This included maps of the Eastern and Western hemispheres and encouraged focusing on physical geography at a time of uncertainty about political boundaries (1848 having been the 'year of revolutions' in continental Europe). The book took the form of a Socratic dialogue between child and teacher, included good line engravings, and attempted basic active learning through questions to be answered at the end of each section. It was primarily Eurocentric in content but also included information on the Polar regions, Scandinavia, Russia, the Near and Middle East, Africa, India and China, North and South America, New Zealand, and New Holland. Some of the questions were concerned with geographical terms and processes; for example, "what difference is there in the length of day in the farthest of these [Western Isles], and at the Southern point of England?" "what is meant by a delta?" (1849, page 55). However, the approach taken in this book did not represent the common experience of geography teaching found in any type of school in Britain in the first half of the century, and it was primarily to address issues relating to quality of educational provision that the government's education inspectorate was founded in 1839. However, educational reform was a much contested arena, particularly after the repeal of the Corn Law (1846) when the lobby for a national system of education became one of the leading radical issues (Jones, 1977) . Amidst the crossparty wranglings surrounding popular education in the middle of the 19th century, formalising pupil-teachers' training, with a common curriculum (which included geography from 1846 onwards), was one of the few initiatives to gain universal approval in the House of Commons.
The National and British church society schools used their own readers and specialist texts for teaching geography. Sullivan's Geography Generalised (IS54, first published 1840) was the most commercially successful geography text of the 19th century (Allford, 1964) , because of its inclusion in the Committee of Council for Education list of approved AMC MaddreU books (1847-61), and was used in National schools up to its 14th edition in 1904. It is also recorded as being the text used for teaching geography to the third and fourth form at Shrewsbury public school when more than 200 pages were memorised for examination (Clarendon Report, 1864). Sullivan saw his work as encouraging a departure from "the old and absurd method of teaching by rote" (1854, page iv) but, despite this, evidence suggests that it was probably used at Shrewsbury at le^st as a means of cramming all geography teaching into a week for examination purposes, as testified to the Clarendon Commission by an ex-pupil, C E Graves. Similarly, the Spectator's accolade that the book was both low in price and had a large quantity of high-quality information (largely lists, definitions, and maps) is an indication of the criteria generally used to judge school geography texts (Allford, 1964) . The subtitle to Sullivan's text was "the study of geography on the principles of classification and comparison" and he included a section on method for trainee teachers, further indicating the influence of his book. His method recommends starting from the known experience of pupils to establish a basic understanding of orientation and scale in order to read and make maps. This combination of concrete to abstract understanding with comparative analysis based on racial classes, coupled with the author's own ideological perspective, leads Sullivan to conclude in his discussion of the distribution of man that "In every period of their history, and in every part of the world, the Caucasian or European race have themselves been superior to all the others in enterprise, energy, and courage. The inhabitants of every country and climate have felt and acknowledged their superiority, and the whole world seems destined ... to come under their dominion" (1854, page 107).
The National Society published Palestine and Other Scripture Geography in 1852 primarily for use in its own schools at the accessible price of one shilling and four pence per dozen. The book included a map of Palestine by W Hughes with scale, latitude, and longitude as well as information on key physical features, towns, and peoples. Though the text included similar details of mountains, plains, rivers, lakes, principal towns and cities, and neighbouring countries, as well as the climate and natural products of 19th century Palestine, the overriding aim of the text was the improvement of scriptural rather than geographical understanding, exemplified in the use of Biblical rather than map references seen in the extract on mountains below.
"Lebanon (1 Kings v.14) in the extreme north of the country, is celebrated for its cedar trees, still growing there in abundance, which were used by Solomon in building the Temple. Lebanon is divided into two mountain ranges: Libanus in the West running towards the Mediterranean; and Anti-Libanus on the East. At the South Eastern point of Anti-Libanus is Mount Hermon (Psalm cxxx 111.3), now called Jebel-es-Sheikh, or the Old Man's Mountain. It is about 10,000 feet high, and its top is always covered with snow" (1852, page 7, emphasis in original). In 1856 the syllabus for pupil-teachers was amended and in geography the emphasis on Palestine was reduced and world geography replaced by the British Isles and Empire. Geography also became an optional grant-bringing subject in 1867, which encouraged the teaching of the subject. The specialised study of physical geography always remained a relatively unpopular option for older elementary pupils. The impact of these changes can be seen in the modified (and increasingly naturalised) content of subsequent publications.
Physical geography in the middle of the century was commonly taught under the heading of physiography in elementary schools. Huxley's Physiography (1877) and Geikie's Elementary Lessons in Physical Geography (1877) were popular in the last quarter of the century. Geikie included chapters on the earth as a planet, the air, the sea, the land, and Darwin's influence is apparent in the chapters on the geographical distribution and diffusion of plants and animals. Geikie rejected the usual abstract introduction to physical geography (describing the earth to pupils as an oblate spheroid moving in elliptical orbit round the sun), preferring to work from the observable and locally familiar to the unknown (that is, using the comparative method). Huxley took a similar approach, although was more original in centring his study on the London Basin. In a number of ways these books represent the complex relationship between naturalisation and secularisation at this time. In both cases the content was naturalised, but Gcikic retained in his introduction an explicit telcological purpose to his work, identifying the object of physical geography (and science generally) as one to reveal the Creator's plan of the world [for example, Geikie, 1881 (see Livingstone, 1992) ], an aim in common with Somerville and Clyde but not shared by Huxley, Clyde, depicting a symbiotic relationship between geographical and theological understanding, rejected studying the world by dissecting its "dead limbs", preferring to "depict each country as made by God and modified by man, so that ... the present geographical life of the country-may appear** (1871, page v). Whilst such introductory statements could be seen as marginal "confessional addenda" which negotiated a transitional period, they are nevertheless an important marker illustrating that the process of naturalisation of geographical thought throughout the second half of the 19th century was not always synonymous with secularisation (Livingstone, 1992, page 213) . This process of naturalisation can also be seen in discussions concerning human distribution, for example Sullivan's direct quotation from Paley, a leading natural theology apologist, describing "the human animal*' (1854, page 102), proceeded naturally to an outline of alternative ways of classifying the races of the human family.
Not surprisingly, church society texts are particularly good examples of this move away from explicit teleological content, whilst retaining a telcological worldview. These changes in content and approach to the teaching of geography can be seen by comparing Palestine and Other Scripture Geography (National Society, 1852) (discussed above) with National Society geography reading books published in 1885 to meet the requirements of the Education Department's New Code (Committee of Council on Education, 1882). In the first reading book of the series, written for the youngest pupils in Standard 1, the author (anonymous) attempts to engage the interest of the pupils by the introduction of the character "little Johnny Mansfield", whose experience is used as a means of translating geographical knowledge, making it more accessible to seven year olds. Longman's Pictorial Geographical Readers. Book I (Anonymous, 1901) used the same anecdotal approach (see figure 3, over) . The National Society text mixes moral tales, poems, songs, and hymns such as "All things bright and beautiful" as part of nature study, and letters from family members in the colonies as sources of geographical information. Knowledge of the Bible land was replaced by the topography of an exemplary family. The story is set in a very middle-class patriarchal setting where Johnny's father as a professional surveyor is a source of geographical knowledge who links the subject to the world of paid employment, but his mother (the only female character) is someone to demonstrate his knowledge to, for example when he uses his bricks to show her a plan of his classroom. The Isbister series of geographical readers produced in the 1880s (Anonymous, 1882; 1883a; 1883b; 1883c) adopt a similar approach, with use of the Goodman family. Once more a boy, George, is the key character, Mr Goodman is a fount of knowledge who takes George and little Fred on an adventurous educational trip to the seaside. In contrast, Mrs Goodman takes George and his sisters Emma and Mary to a park (a contained and controlled 'natural' landscape) only ten miles from home, where they hire a boat "Mrs. Goodman and her daughters took their places, and George became captain and boatman too" (Anonymous, 1882, page 99). Though Mrs Goodman introduces the children to a new geographical term ('gulf') and Emma suggests the use of the compass to direct the rowing, George is represented as the main source of geographical information and skill, drawing on his knowledge from his seaside trip, and using the cardinal points to name the East and West bays of the lake while his sisters pick flowers. George's authority on the subject is paralleled by his gendered role in physically assisting his sisters and mother, and being 'captain' The illustrations of the chapter serve to reinforce this link between gender and geographical knowledge: Mary is herself shown sketching a picturesque landscape, whereas George's map of the lake with key names and compass points is shown. Field sketching has since been recognised as a geographical skill, but at this time sketching per se was associated argely as a feminine leisure pursuit. On return home, Mr Goodman gave the boys lessons on the globe and maps of England and Wales.
These readers employed pedagogical methods still considered effective today for example relating unknown or technical information to the children's own experience sensitive pitching of information, the use of analogy and illustration, question and answer, and the spiral curriculum in which previous lessons are referred to and built upon. However, the simplification and level of abstraction found in descriptions in readers represented the world as it was seen by the British elite (Stanley, 1990 )-the middle-class view of the world (that is, that of the authors)-from aesthetics to ownership rights and gender roles-was socialised as the norm through texts Whereas the readers for higher standards were less anecdotal, the adoption of more effective means of pupil-centred learning for younger pupils was coupled with a reinforcing of contemporary gender stereotypes and the inevitable link between those stereotypes and geographical authority. The use of family life as a cipher for geographical understanding served to masculinise geographical knowledge in these school texts; this was further reinforced by the focus of the 1884 government syllabus for older pupils on trade and the British Empire which replaced the geography of the Holy Land. This locational shift in the state geography syllabus could be seen as indicative of secularisation [denominational texts were homogenised to the extent that they were almost indistinguishable (Goldstrom, 1977) ], but once more the transitional worldview was complex and encompassed Christian values, the discourse of Empire being closely tied to notions of Christian civilisation.
The right to rule: national and racial representation School geography texts played a significant role in making known and legitimating the Empire to working-class children in Britain, particularly after the introduction of the colonies to the syllabus in 1882. These links between geography and Empire were sometimes crude and expressed in racialised terms (Jackson, 1989) . Texts of this nature were ideologically committed to imperial enculturation, others had less direct messages but nevertheless normalised the functions of Empire (Maddrell, 1996) . In Stewart's A Compendium of Modem Geography (1850, 9th edition), {2) designed to follow on from the First Book of Modern Geography, with Numerous Exercises (1839, discussed above), the text eulogises the industry and social practices of England and presents British dominance overseas as the inevitable product of domestic industry and export trade. Though England is geographically small, "in magnitude of her resources, the intelligence, activity, and valour of her inhabitants, she holds the first rank" (1850, page 28) and in return u thc merchandise of every foreign clime is wafted into her ports" (page 28). This was a theme developed in the Rev. Thomas Milner's (FRGS) Our Home Islands (1860) (published by The Religious Tract Society), who identified Britain's climate, soil, and mineral wealth as the basis for British eminence, reinforcing the sense of Britain's inherent superiority and right to world power by his assertion that nations arc "planted by a controlling Providence" (page 3). This was translated in later, less topological, texts as a notion of 'natural order' emanating from physical geography. Stewart's rather florid style contrasts with the rather spare approach taken in Oliver and Boyd's contemporary Outlines in Geography (Anonymous, 1854, 9th edition) published for the use of the Edinburgh Academy. This was more traditional in style, including mathematical, physical, and scriptural geography, and retaining a gazetteer format where information was recorded in note form, focusing on key features and dimensions of countries with little reference to people and products. Contrary to the usual progression in school texts from physical to political (human) geography-described as the 'natural order' by Anderson (1872)-Stewart begins with political geography as advocated by authors such as William Hughes, James Cornwell, and (later) Halford Mackinder.
Stewart went beyond the usual classification of people by race to establish a hierarchy within the British Isles, describing the Scottish as frugal, prudent, hardy, brave, and well-educated and the Irish as sprightly, warmhearted, and ingenious. Reflecting well-established assumptions [such as Somerville's (1848) assertion that the most savage tribes were the ugliest], Stewart identifies the superior ethnic groups in Africa as those most closely approximating Europeans in physical terms as well as being those most geographically proximate.
"The Berbers and the Sheullahs of the Atlas mountains and the frontiers of Morocco, are of a fairer complexion and a lighter frame than the Moors of the plains; and in their sentiments, morals, and manners, are decidedly superior" (1850, page 261). The apparently factual questions which act to condense and synthesise pupils' knowledge and understanding from the text sometimes included implicit moral evaluations, The 35th revised edition of the Compendium of Modern Geography (1889) was still geared to political geography, Palestine acting as the link with the physical geography section of the text. The British Empire is studied as an adjunct to the British Isles, emphasising the nature of British possessions and trade. The section on Africa is more detailed and complex, as a function of increased knowledge of Africa in Europe and the consequent political ramifications of widespread competing European colonisation; (2) Also used to teach the subject to the lower forms at Winchester and Eton public schools (Clarendon Report, 1864).
South Africa remains a key focus. Racial representation, although less homogenised is still hierarchical and colour of primary importance: Arabs are identified as superior as Caucasian monotheists and the number of Black South Africans seen as an impediment to European emigration despite the widespread conversion to Christianity (Stewart, 1889) . Increased British control in South Africa over the century is accompanied by increased comparison between the organisation of trade and government of South Africa with the rest of Africa in texts and often included implicit or explicit encouragement to emigrate to South Africa (Maddrell, 1996) .
Geographical Readers or sections of books including the British Empire commonly started with the British Isles and worked out from the relatively known to the unknown. At a time when the state was becoming more positive about colonies (having been included in the state syllabus in 1882 for the first time), Isbister's Empire reader listed possessions, defined terms, and gave dimensions; motives were explained under the heading "Uses of colonies", their possession rationalised for a number of practical uses: fresh lands for overflow population, the extension of trade and commerce, land as reward for soldiers, and the opportunity to find gold. The lesson was distilled in the sentences for memorisation: "Learn. Colonies furnish new homes for emigrants. They send us raw materials, and buy our manufactures" (Anonymous, 1883b, page 143). The profit motive was also used to justify treatment of indigenous peoples which would be unacceptable at home. The Blackie's author justifies South African diamond workers being stripped of their clothes on leaving work when they were "turned into their enclosure" (Anonymous, cl900, page 61) as a necessary precaution with so valuable a property-the profit motive given precedence over the 'civilising mission'.
Heroic tales of European and particularly British explorers were closely tied to the representation and legitimation of Empire in geography texts. In the first half of the century Mungo Park's death in West Africa was regularly recorded (for example, Anonymous, 1854), later chapters on Africa frequently contained whole lists of the 'discoveries' made by British explorers (for example, Anderson, 1872; Anonymous, cl900; 1901; Clyde, 1871)-chronological lists themselves (unconsciously) constituting a textual strategy for naturalising European conquest as progressive. These heroes' galleries were exclusively male with the exception of Blackie's (Anonymous, cl900) mention of Samuel Baker's wife, who with her husband traced the Nile southwards over four years. Livingstone and Stanley were most frequently discussed in detail, the actions of both represented as unproblematic reflecting popular opinion, in contrast to criticisms of Stanley within the Royal Geographical Society (Driver, 1992) . Europeans were characterised not only as pitting themselves (and their masculine European attributes) against hostile people and animals but also hostile terrain and climate, often translated into negative representations of every aspect of Africa. Lyde (1908) , for example, begins his chapter on Africa by citing all the disadvantages of the continent as a whole (in European terms): the lack of bays, the lack of climatic or commercial advantages, and the proliferation of disease and deserts, every comparison made shows African features as 'less than' or 'worse than'. Authors frequently explain European ignorance of Africa in these environmentally deterministic terms, although Somerville (1848) had been unique in describing the Angel of Death (tropical fever) as guarding the interior of West Africa from the aggressions of the European.
In many ways the advent of the geographical 'readers' in the 1880s (advocated by government legislation in 1883) gave greater licence to authors to express their own opinion through accommodating a greater emphasis on storytelling, including the spectacular-reflecting the emphasis in contemporary juvenile literature with its middle-class overseas adventures and clearly demarcated gender divisions (Mackenzie, 1984) , popular images of Empire often omitting women entirely. Blackie's Continental Geographical Reader (Anonymous, cl9()Q) on Africa starts with a systematic survey of the features and characteristics of the continent, which is followed by regional surveys beginning with South Africa and moving northwards. This is the reverse of the usual order and perhaps reflects Britain's increased commercial and political commitment to South Africa. Chapters on mines and European colonies are interspersed with those bearing more dramatic titles such as "Stanley's meeting with Livingstone" "Wild beasts of South Africa", and "Profits and plagues'*, Comparisons are made with England [the plains are likened to English parks, in contrast to the forests where "there is little to recall England" (page 14)]. The experience of the British traveller is used as a device to relate pupils to the geographical information. For example, the wide differential in diurnal temperatures is described:
"All day long the earth has lain baking in a fiery glow, till sand and stones have become almost unbearably hot to the touch; but as soon as the sun sets, the heat begins to radiate back into the dry air so quickly that the scorched and panting traveller had much ado to keep himself warm'* (page 13).
The act of following a traveller through a country [a method which echoes the use of model ships to travel around a large map of the British Isles advocated by Miss Sturgeon to members of the Manchester Geographical Society (1887) "Here we may join the steamer at Mombasa ... sailing southwards from Mombasa, we call at the small coral island of Zanzibar, one of the most fertile in the world, producing everything that can be grown within the tropics" (page 98). Once more an emphasis on experiential or empathetical learning privileges the authority of the European to describe and name.
A discussion of slavery occurs in most texts or sections of texts on Africa and many include reference to the falling numbers of Bushmen in South Africa [often presented as inevitable (Mackenzie, 1984) ], but the death or threat to individual or small groups of Europeans was frequently given equal textual weight to these genocides. This illustrates an aspect of what Goldberg (1993) describes as the Whitewashing' of the violence of colonial appropriation. Slavery was attributed to a few unnamed whites (who as Christians were identified as doubly guilty) but by and large to Africans or Arabs, reflecting the general externalisation of crime to Others in imperial literature (Mackenzie, 1984) . In the Blackie's text slavers, closely following mention of cannibals, are identified as non-Christian:
"To treat prisoners taken in war like cattle, to be driven and beaten to work for their captors, seems but natural to hard-hearted heathen" (Anonymous, undated, page 19) . Though Christians and lazy white men are implicated in the following paragraph, the only mention of British involvement is in heading the abolition of slavery campaign. The text may decry the treatment of people like animals, as it does the way Bushmen were hunted by the Dutch settlers in South Africa, but the author had already grouped (and implicitly likened) the people of tropical Africa to the animals in the area:
"Bigness and a thick skin must be most useful to the natives of such tropical forests, and several of the animals peculiar to Africa are notable for their size ..." (page 15). The author goes on to describe the Bushmen as "a stupidly barbarous people ..." whose language is likened to the cackling of geese (page 20). Other South African tribes are described as 'tamed' and Stanley's porters "soon learned to be afraid of a master who laid about him vigorously with a dog-whip, when nothing else would make them get on" (page 77, my italics). Lyde's use of quotation marks does not eradicate the association between Africans and animals when he explains that in the absence of animals for transport "human labour was the only 'animal' labour possible" (1908 page 293). These stereotypes were not confined to elementary texts but reproduced in senior texts such as the Longman's Geographical Series (Anonymous, 1901) where Hottentots and Bushmen (in contrast to Woodbridge, 1829) were described as dirty yellow and stunted and "lower in the order of civilisation", respectively. Such terminology clearly echoes evolutionary theory which, translated into 'survival of the fittest' was used to legitimate the decline of 'inferior' races (Mackenzie, 1984) and justify colonialism (Marsden, 1990) . The 'doomed race' was a scientific axiom of the 19th century (McGreggor, 1993) underwritten by evolutionary theory.
Climate was used in geographical discourse to categorise places and people the labels of 'frigid', 'temperate', and 'torrid' (for example, Sullivan, 1854) for climatic zones carrying their own message about personality and potential. The racialising of people in terms of their environment (particularly climate) and location in geography texts facilitated their classification which often followed a discussion of climate zones (for example, Sullivan, 1854) ; this further resulted in their being described as part of the natural environment or landscape (and therefore a resource) or unseen as humans This helped to legitimate the conquest of territory as it allowed racialised space to be seen in terms of spatial vacancy (Goldberg, 1993) -hence the Blackie's (Anonymous 1883d) text defined colonies in etymological terms as a place newly tilled or cultivated' when describing places where in fact thousands of people lived and worked. Beneath an apparently objective discussion of regional climatology lay a topography of ethnic judgment, scientific vocabulary veiling the racial ideology in academic work that was then translated into social policy (Livingstone, 1991) -and thence to popular discourse and school texts. Within geography texts the links between climate and vigour (intellectual and moral) were used as a convenient means of racial ranking (Marsden, 1990) , geography texts being the prime conveyors of racial ideas in schools (Mackenzie, 1984) ' These ideas are evident in the work of the new generation of university geographers as well as other text writers. For example, Lyde (1908, page 20) of University College London, who used climate related to latitude to demarcate the Eurasian 'culture zone' of the world, allowing only for a few exceptions, such as the Incas, "where altitude compensates for latitude".
One justification for intervention, namely the 'civilising mission', was used to legitimate the European domination and subjugation of Africa in school texts as well as in popular and political discourse. For example, in the Isbister reader economic exploitation of the colonies is justified by the statement "All these motives, softened by a desire to spread the Christian religion over the earth ..." (Anonymous, 1883b, page 139) . The Phillips's (Anonymous, 1910 , page 3) Empire reader states simply that the British are an "imperial people", illustrated by pictures of the Houses of Parliament at Cape Town and the statue of Cecil Rhodes at Bulawayo under the title "A Great Empire Builder" giving an impression of civilisation which also served to attract prospective emigrants (Maddrell, 1996) . An implicit message about the civilising mission is found in subsequent illustrations depicting the court of a West African ruler where an irregular group of people crowd around the king (figure 4), followed by a picture of a regiment of Hausa soldiers standing in uniform in line behind their seated white officers (figure 5). Hausa people were described by the author as civilised compared with other tribes, despite being "as black as any people in the world" (Anonymous, 1910, page 56) , illustrating that in the mind of the author people could transverse the boundaries of racial classifications by means of service to the colonisers. Similar rationales were used for colonies outside Africa, for example Mackinder's (1911a) assertion that, although a burden to Britain, India would collapse into civil war if Britain withdrew [largely because of the "war-like Mohammedans" (page 283)]. The explicit message to pupils from these texts was that Britain was a necessary source of civilisation and light in the world. This iconography of light and darkness (common to 'Africanist' discourse of all types) embodied powerful images of race, science, and religion (Driver, 1992) . In the first half of the century the abolition of the slave trade had effectively justified British intervention in particular; whereas the second half of the century saw a shift from the religious to the imperial imperative (Marsden, 1990) , the image of 'Darkest Africa' was reoriented in geographical texts. Meickeljohn (1907) explained that Africa was called the 'Dark Continent' because it was long unknown and inaccessible, and because it was inhabited by the 'dark races'; but school texts of the period more commonly used the term without explanation, or in association with slavery or lack of civilisation.
The period of formalisation and popular celebration of the British Empire in the 1880s and 1890s coincided with the formalisation of geography's place in academia. The gradual establishment of university and college lectureships in geography at the end of the century allowed academic geographers to use their positions to get their work published and legitimated (most were also members of the geographical societies, but used their professional status to confer geographical authority on their texts rather than their letters of fellowship which had been used by earlier authors). Many of the first generation of university teachers and students of geography wrote school texts, schools being the largest market for their geographical writings before the validation of geography degrees. Many university authors felt they could most quickly promote and influence geographical understanding through schools, particularly as the subject was promoted in the public schools by the Geographical Association from 1892 onwards and was included in the state secondary school curriculum after 1902. These included Mackinder, Herbertson, Newbigin, Lyde, and Chisholm. Although their status as professional geographers was new, it is less clear to what extent they created a new geographical discourse in their school texts.
Lyde, Chisholm, and Mill led the way in focusing on geography from a systematic economic point of view: Chisholm's Handbook of Commercial Geography (1903, first published 1889), for example, reflected increased interest in commerce and world affairs; Mill's Elementary Commercial Geography (1888) was one of the first to adopt the earth as the dwelling place of people as its central theme; and books such as Lyde's Man and His Markets (1896) allowed teachers to add 'commercial zest' to their classes (Lochhead, 1980) . Lyde believed that "geography-if taught on the right lines at all-is more easily taught to boys from the Commercial than from any other point of view" (1908, page v) . These texts also reflect the teaching interests of geography lecturers in universities where their main foothold was as part of commerce courses, for example, Edinburgh, or education courses, such as Oxford. A J Herbertson's editorship of the Oxford Geographies (various years) represents a coalition of authors from the Geographical Association (GA) and Oxford School of Geography, including himself, F D Herbertson (his wife), J F Unstead, E G R Taylor, and T G Taylor. The books ranged from elementary to senior geography, were largely based on the regional approach, and were an opportunity to build on and broaden Oxford's influence on the teaching of the subject through the School of Geography's summer schools. The books were enormously successful, they sold widely and went to several editions: the Clarendon Press issued over 1.4 million copies of Andrew and Francis Herbertson's books (A J Herbertson, 1911; F D Herbertson, 1914) [a quarter of a million of A J Herbertson's The Preliminary Geography alone, which remained in print from 1906 to 1950 (Gilbert, 1965) ]. Herbertson's devotion to improving the quality of school texts is commonly felt to have detracted from his contribution to geographical research (Gilbert, 1965) -but certainly served to popularise and disseminate the regional approach to geography in schools before and in tandem with its widespread adoption in the emerging university geography departments. However, the region in its abstraction was not necessarily the best teaching device (Marsden, 1989) and both the Herbertsons used the comparative method in their texts. In Man and His Work. An Introduction to Human Geography (1899) for example, they work from the simple to complex society, with all the underlying assumptions about hierarchy of lifestyles and its relation to environment (it should he remembered that A J Herbertson's theory of natural regions was criticised, by Fleure for example, for being too climatically determined). Frances Herhertson (1914) articulated in her introduction: "the power to see resemblances between those things which are alike and differences between those which are dilTcrcnt, is the basis both of right thought and right action". Though unusual in allowing that Bushmen cave paintings might be historical in nature (African societies being commonly presented as ahistorical or without a history), Frances Herhertson perpetuated the representation of racial hierarchy in Africa, moving from the forest pygmies to the more civilised coastal dwellers. These representations were concretised in pupils' minds by questions such as "Can you suggest reasons why the Natives of Northern Nigeria are more civilised than the Natives of Southern Nigeria?" (1914, page 76) . A J Herbertson's 1905 Junior Geography similarly described Savannah inhabitants as superior to forest tribes (Mackenzie, 1984) .
The History and Geography (1914) , (3) generally take an interdisciplinary approach to history and geography, aiming to produce educated citizens of empire rather than geographers per se. This was articulated in the introduction to the elementary text The Nations of the Modern World {\9\\t\, page v) where Mackinder described his aim as "to equip the young citizen of a free country, which is also one of the Greatest Powers of the globe, with a knowledge of the chief contrasts of the political and commercial world". However, this is a measured statement compared with the overt imperial enculturation of other texts such as the Philip's Empire reader (Anonymous, 1910 ) (see Maddrell, 1996) .
Although not technically 'class texts' Mackinder's production of two books of illustrated lectures (1905) (1906) (1907) (1908) (1909) (1910) on the Empire for schools through the Colonial Office along with his role as Chairman of the education committee of the Victoria League, are significant in contextualising his educational work. They illustrate his emphasis on 'seeing visually' through both text and illustrations and his commitment to the idea of a federal empire (Mackinder, 1914) -the illustrations in his own books were not always well related to the text, and the maps of Africa in The Nations of the Modern Age (1911) (3) Mackinder, in the gendered discursive structures of his day, acknowledged the predominance of women teachers in the introduction to The Teaching of History and Geography (1914) , but preferred to apologise for, rather than change, his perpetual reference to the teacher in the masculine pronoun.
represent the growth of European knowledge about Africa in the modern age as one of unproblematic increment. Britain and the British Seas (1902) was Mackinder's longest written work, its main significance being in the presentation of a new role model of the geography text: a well-written synthetic regional study being seen as the antithesis of the arid collations of facts that still constituted some geography texts in the elementary schools. The book was written to introduce students overseas to the geography of Britain, and though largely concentrated on the relationship between people and the physical environment in Britain it contains a chapter on Imperial Britain where Mackinder makes his political agenda clear:
"... the most important facts of contemporary political geography are the extent of the red patches of British dominion on the map of the world, and the position of the hostile custom barriers" (Mackinder, 1902, page 343) . Mackinder was in many ways anti-laissez-faire, idealistically working against the steady decline of British overseas despite (and represented by) the formalisation of Empire, arguing for an enlightened federalism-the assumption that this was based on white elitist paternalism can be seen in his discussion of white settler colonies as 'new Britains' in Distant Lands (1910). Mackinder's textbooks were very much part of this discourse of Empire: works of imperialist pedagogy (OTuathail, 1992) . However, though occasionally explicitly directive, such as in his counsel to the unemployed to emigrate to the colonies {Our Own Islands 1906), it must be said that the anonymous Empire readers published by Blackie and George Philip were more aggressively propagandist.
Conclusion
The content of the texts examined above suggests that hegemonic discourses which privileged a particular middle-class view of Britain and British social practices were transmitted and reinforced within geography books used in working-class schools. The comparative method of teaching increasingly favoured by geographical authors, was allied not only to the scientific method but also to child-centred pedagogical techniques promoted in the interests of educational progress. However, the application of the comparative approach commonly resulted in methodological Eurocentrism (often specifically Anglo-centvism) and masculinism, and had its own moral agenda: Frances Herbertson (1914) argued that comparative understanding resulted in 'right thought and right action'. European values were often applied as universal criteria, as seen in the description of the ruler of Uganda who detained Speke during his search for the source of the Nile, and was described by the Blackie's author as a "foolish and tyrannical king, who cared nothing for geographical discovery, but a great deal for all he could get from the white man" (Anonymous, cl900, . Texts were also written within the discourse of the generic male. All people were frequently represented as or by males: exemplars of racial types of the world were usually male (for example, Somerville, 1848; Sullivan, 1854) [as Haraway (1989) has noted of specimens in the broader scientific discourse]; and masculine attributes such as 'manly' and 'warlike' were used to describe whole populations. The view of nature as feminine was reinforced, and geographical exploration and knowledge defined largely as the preserve of men to be communicated to women (there is no notable difference in those texts written by women, although their very role as author undercuts this).
Pupil-centred approaches encouraged children to be increasingly independent learners but not necessarily independent evaluators of knowledge and there was a "subtle and curious consonance" between racial stereotyping and progressive educational thinking (Marsden, 1980; . There was also a 'consonance' between teaching technique and the gender stereotypes employed in pupil-centred material such as home-based stories in geography texts which further served to constitute the gendering of geographical knowledge for pupils. The perpetuation of this legacy can be seen in the scrutiny of recent published geography resources by the Gender and Equal Opportunities Network (see Connolly, 1993) . Although noting an increased representation of women in school geography resources between 1988 and 1992, this survey highlights the preponderance of males in illustrations and the male view of the world, for example, the emphasis on predominantly male forms of employment (Connolly, 1993) .
Though almost every geography text from Woodbridgc's (1829) publication onwards advertises its own superiority to its predecessors, many authors were constrained by the requirements either of teachers* expectations of what should be included (that is, the positive constraint of the prevailing, although not unchallenged, hegemonic educational discourse), or by the requirements of examinations and inspections. Authors were constrained by the language and rules within pedagogical as well as ideological discourses, which may in part explain the remarkable degree of continuity in geography texts (assisted by the longevity of some publications, which would have been used by more than one generation of school children). State legislation had a huge impact on the production of texts (especially the obligation to use course books after 1883), placing further constraints on authors through payment-by-results legislation with attendant syllabuses. For example, the National Society reading book series of 1882 and 1885 were both advertised as "arranged according to the Department of Syllabus issued in the Code of [1882 and 1885]". Such texts were seen as a godsend by teachers with minimal training in geography. Thus state legislation and inspection resulted essentially in the homogenisation of school geography texts with the statutory syllabus-something paralleled in the return of some texts to a more knowledge-based approach to geography as a result of the requirements of the present national curriculum (Walford, 1995) .
Pratt describes the task of the writer in the colonial discourse as follows: "to incorporate a particular reality into a series of inter-locking information orders-aesthetic, geographic, mineralogical, botanical, agricultural, economic, ethnographic, and so on. To the extent that it strives to efface itself, the invisible eye/I strives to make informational orders natural, to find them there uncommanded, rather than assert them as the products/producer of European knowledges or disciplines" (1985 ( , page 125, cited by Mills, 1991 . Geographical knowledge has been identified as a critical axis of the colonial project (Driver, 1992; Said, 1978) , with the degree of public enthusiasm for empire being correlated to popular knowledge of it (Mackenzie, 1984) . Many of the geography texts used in schools discussed above have been clearly placed within that colonial discourse, serving both ideological and functional roles for the state and capital [whereas Empire was always more than economic, the mind-set of Empire (Mackenzie, 1988) was clearly materialist as well as ideological]. When the Empire was introduced into the state geography syllabus in 1882 it was only for the older elementary pupils, those whose parents could afford them to continue their education, those who were likely to become pupil-teachers themselves; so, particularly in the absence of numbers of print runs, it is impossible to know how many pupils were exposed to the more extreme form of imperial enculturation found in the empire readers. However, imperial understanding was not confined to the literal interpretation of the syllabus but had become part of the broader national way of life and was integrated into many aspects of understanding the geography of home and abroad through newspapers, comics, books, and advertising.
The authority of the school text was such that the objectivity of knowledge was assumed, thus texts often in practice defined the legitimate culture to be assimilated by pupils (Apple, 1986) . Illustrations, particularly effective in conveying an encapsulated message, often tell their own story; and photographs at the time of their introduction in school books were invested with the attribute of objectivity but, in reality, photographs from expeditions and military campaigns (such as those used in texts) were often "part of the projection of the imagined landscape of an expansionist Britain" (Ryan, 1994, page 73) . Geographical authors trawled numerous sources for their material, often describing themselves as selectors and compilers (for example, Clyde, 1871) and information on non-European regions was almost exclusively based on secondary travel accounts of explorers or colonial administrators, whose texts were shaped by their own vested interests. Mackinder, for example, was the only author of the geographical texts discussed above to have actually visited Africa. As more was known of the climate and topography, so geographical interpretations became increasingly deterministic over the 19th century and although the role of environmental determinism began to be qualified in 20th-century texts, racial determinism persisted. For example F D Herbertson's questions: "How far is man adapted to his environment in Africa? give examples. How far does he adapt his environment to his own needs? give examples" (1914, page 145) lead pupils to draw from her text the difference between Black Africans who adapt to their environment and white Europeans who can adapt the environment. The notion of British and European superiority and the consequent rights of conquest [what Reeves (1983) describes as "strong racism" (cited by Goldberg, 1993) ] persisted in texts to the end of the period. The imperial approach to the teaching of geography and history can only be understood in the context of the transmission of the dominant ideology (Mackenzie, 1984) : initially geography was closely related to the religious hegemony of the Established church (4) in the mid-19th century but became increasingly associated with the interests of empire, with corresponding efforts to conform to the scientific discourse. Although World War 1 led to a generalised rejection of simplistic imperialism, school texts remained largely unchanged (Mangan, 1988) . Though hegemonic discourses were neither static nor simple reflections of the interests of the economy or dominant classes, and education in general, and geography in particular, had their own hegemonic influences and constraining discourses, geography texts were often clearly politicised in their discussion of Britain and its relation to other countries. Special attention has been given here to authorial intentions and aims and exemplars of these in their texts, but as has been shown many authors hold what may seem to us contradictory positions regarding representations of race and gender and the subsequent racialising and masculinising of geography; such apparent contradictions indicate the complexity of the cultural and intellectual context of the authors, placing themselves in a number of locations in relation to different contemporary discourses about science, education, class, race, and gender for example. It is also interesting to note the extent to which university teachers of the subject represent a continuity rather than discontinuity in representations of race in particular. Though awareness of the value of indigenous knowledge and skills occasionally appears in texts representing a limited incorporation of alternative discourses, the whole approach to understanding foreign places and people was never challenged and evidence of oppositional or counterhegemonic discourses (either on class, gender, or race) in their content was exceptional. The key (4) The Church of England dominated the religious affairs of the country, especially of the state, and in this sense was hegemonic, but dissenting and nonconformist churches dominated in large areas of the North of England, most of Wales, and other smaller locales. The Catholic Church also extended discursive power over particular localities and regions and the Presbyterian Church dominated in Scotland. Although favouring different emphases, all incorporated Christian doctrine at the heart of their educational initiatives in the first half of the 19th century. This declined with the gradual secularisation of society in the second half of the century. contribution of professional geographers was less a change in ideology or even in pedagogy, but primarily in the nature of geographical information, reflecting what might be described as organic developments within their intellectual community. Regional school texts, despite their synthetic and analytical approach, remained couched within the terms of prevailing socioeconomic and pedagogic discourses and hence retained many Eurocentric assumptions facilitated by contemporary interpretations of geographical information on the basis of classification and comparison.
